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これ列車の中という設定でこの A さんと B さ














































































































































れからは 1 、 2 割は留学生に入っていただかな
いと大学が潰れる時代になります。企業でもで
すね、メーカーさんなんかはソニーとか富士通


























うことはないんだと。Hi, How are you と 言 う




































性 の 方 なんじゃないかと。コミュニケーション
の多様性の方なんじゃないかと。アメリカでは






















































カに 行ってホテルに 泊 まったら Hi, How are 

















































































































で 来 たというのがまず 良 い。もう 一 つはです
ね、このシチュエーションをイギリスの観客が






いは、この C さんがさっき 言ったようにすご
くきれいな女優さんが演じていれば、この後こ
の A さんと C さんの身分を超えたラブロマン

































































妙な数字です。 1 年間に大体 2 人 3 人増えてい
くんですけど今日一気に 2 人増えましたね。そ







































































































ぎだとすれば、この 壁 は 意 識 しているわけで
































































なっているかどうかとか、壁 の 色 はどうかと
か、天井の高さはどうかとか、受付から診察室
までの道のりが患者さんを緊張させていないか







































いうことなんですけども、A さんと B さんが
いて C さんが 入ってきてですね「旅 行 です
か？」と話しかける。皆さんが従来受けてきた
国語の教育ですと、当然この「旅行ですか？」






































































がってなかったんですけど、白 紙 回 答 率 が 高
い。特に先程の、例えばもしこれがイギリスの
上流階級の男性だったらば、なんで「旅行です













ーネットに 投 書 しました。そうすると 別 の 人















の 授 業 はたくさんあるわけですね。A さん B
くん C さん D くん E ちゃん色んな意見が出て
最終的に B という結論になったら、B という
意見を言った B くんが褒められます。あるい






















































































仲 良 くするからメロンとイチゴ 両 方 出 してと
か、メロンにイチゴシロップかけたらまずかっ
た、とか何か結論出さなけらばいけない。そう

































































































































































































とんど 知 られていない。それゆえに 大 迫 は IB
の関係者だけにしか知られていない有名人」と
いうことになります。ということで今日のお話











例えば、日本から 5  人、North Korea、South　
Korea から 5  人 ずつ、China から 5  人、それ
ぞれの国で一番サッカーの上手い 5  人に出て























































































































































































れていたので A レベルを 受 けていないので 見
せられるものがありません」と答えざるを得ま












いう高校 2 年生 3 年生の 2 年間のプログラムで
す。この 2 年間は今申し上げた、イギリスの






















































































































ョンという 風 に 考 えていただければと 思 いま





















まま 持ってきていますが、IB というのが 一 つ
の方策として活用する価値があるという評価を
与 えたわけですね。そして、「日 本 語 DP はグ

















　 2 番のところは、IB の導入・推進は英語力







うところがあります。IB についても 同 じで、













































































英語で言うと to know という状態から to un-





















































それぞれをきちんと 取 り 除 いてあげて、A さ
んには A さん用に、B くんには B くん用にア
プローチをしてあげてやっと 先 へ 行 けるとい
う、それがこの 5 番の意味になります。



































































　お手元に、「IB Learner Profile」（ IB の学習
者像）《Life- long Learner を目指して》」と書
いてあると 思 います。この「Life-long Learn-
er」も IB のキーワード。
　今日キーワードというのをいくつかお示しし




















　加 えて、今 Life-long Learner をお 見 せする





























































　その後に、この IB Learner Profile を示した
ときが 2  点目です。「これが IB が目指すもの



























































　IB Learner Profile の「Learner」 という 単
語だけに、最後、注目してお話したいと思いま


















ど MYP、PYP のプログラム 図、 それから
IBDP ももちろんそうなのですが。必ずこの円
の一番外側に「国際的な視野」、英語で言うと





























































































んど 最 初 から 最 後 までやっていました。その
後、越境大気汚染問題に取り組み、あまり環境













出向し、以後 5 年間国連大学で世界中に ESD
を普及させるためのプログラムを担当していま
した。そこのなかで国連大学が認定する ESD
の教育拠点、RCE（regional centres of exper-
tise）や、アジアの 大 学 の ESD を 進 めるため
のネットワーク作りなどを行ってきました。
　2007年に金沢大学へ異動し、北陸 3 県での




































































































































センターが 地 域 で 中 核 になるような「地 域
ESD 拠 点」というものを 支 援 することによっ
て、現場の人たちが、日常的に顔の見える範囲


























































SCO associated school project network と言わ
れていました。Associated School Project の頭
文字を取って、ASP と俗に言われたり、ASP
ネットワークやユネスコ ASP ネットワークな



























ットワークが 作 られています。「HESD フォー
ラム (Higher Education for Sustainable Devel-






























































































































































画 を 明 確 にしようというのが MDGs です。私






　MDGs を15 年 間 やってみてどうだったかと
いうと、とても素晴らしい成果が挙げられたと
国連は自画自賛しまし た。貧 困 率 は40パーセ














去 りにしない（leave no one  behind）という










































授与したり、日本の SDGs の実施指針を 8 項目





























































しれないですが、ESD というのは SDGs の17
の全ての目標を達成するために必要なものだと
















































































2 年前の2016年 4 月に文部科学省、環境省のイ
ニシアチブで立ち上がって、いま東京の青山の
国連大学の隣のビルにいます。地方センターは
去年の 7 月から 9 月にやっと立ち上がって、さ

































































































































るでしょうか。両 方 とも “Learning” です。ほ
























































































めに英語の “Learning Outcome” という言葉を
48
「一週間で 1 単位」の計算で単位が成り立って
います。ですから 5 週間教育実習に行けば 5 単
位、 1 週間であれば 1 単位というのが、インタ
ーンシップも含めて単位認定の基本になってい










































































































































































あります。この 年 の 答 申 では、アドミッショ
ン・ポリシー（AP）が「入学者選抜の改善」、































































































い 方 でした。 しかし、 英 語 にははっきり





















































































































































the Gap” と 書 いてあります。イギリスで 地 下
鉄に乗って郊外の地下鉄の駅へ行くと、ホーム
























































































































じです。例えば、 1 限と 3 限に授業が入ってい
て 2 限が空白になっている。そういう手帳を見















































　高大接続の側面からいえば、K-16（K は Kinder 










































































































































































せん。従業員の数で時には 5 人 6 人でやること













































記は “Department of Human Resource(s)” では
なく、“Department of Human Capital” がよい
と思っています。人的資本という考え方をもっ
と定着させないといけないと考えているからで






















































































AP 事業は 4 年前にスタートし、テーマが 5 つ
あります。
　
　本学の場合にはテーマ 1 とテーマ 2 の複合型
です。ですから複合型をあわせて 6 種類の AP
事業が日本中で走っています。その中のテーマ
1 からテーマ 3 までが 4 年前にスタートして、
































いうものをカリキュラムの 中 に 入 れ 込 んで、
「 1 年生から 4 年生に向かってそれぞれの所で




















入していますか？」では、 4 科目の内の 3 科目
はアクティブラーニングを取り入れてやってい
ます。さらにはその中でも特に良質なアクティ
















































































と着実に2.7から 3 科目、今年は 3 科目半にな




から 4 時間弱まで増えています。 4 時間が多い













































































































どうやって 伸 ばしたらよいか 知っています
か？」とＹｅｓかＮｏで聞くと、「大事だと思
ってもその方法がよく分からない」という学生































































































































































































































































































































































































































































































Fostering Essential Elements of Global 
Citizenship in an Art Museum
Introduction
　For the majority of teachers and learners, 
art museums may not seem to be an effective 
learning place to develop abilities and quali-
ties required in the global world. Art muse-
ums have generally been regarded as a place 
to appreciate great masterpieces and under-
stand “occidental values” (Andermann & Ar-
nold-de Simine, 2012, p. 6). In such museums, 
ordinary viewers and art professionals have 
been distinguished clearly; the former tend to 
be regarded as beginners who need to be pro-
vided with the correct knowledge of art while 
the latter are considered as having authority 
to provide the knowledge. Several decades 
ago, a new perspective emerged in the field of 
art and museum education. The perspective 
is to see art museums as a place for all view-
ers to construct meaning through interactions 
(Hubard 2007, 2011, 2015), not as a place to 
appreciate pre-determined values naively. In 
the light of this new perspective, viewers are 
invited as active meaning constructors, not as 
mere receivers of expert knowledge. This new 
idea has produced a number of studies which 
indicate that discussing art in a museum can 
be an effective means to develop critical 
thinking skills and communication skills 
(Housen, 2002). The results have been ap-
plied to various educational contexts which 
require the development of those skills includ-
ing primary and secondary education (Burch-
enal & Grohe, 2007; Curva et al., 2005), med-
ical education (Bleakley, Farrow, Gould, & 
Marshall, 2003; Gurwin et al., 2018; Klug-
man, Peel, & Beckmann-Mendez, 2011; Nagh-
shineh et al., 2008), law enforcement officials 
training (Herman, 2007) and language edu-
cation (Sparks, 2014; Takatama, 2017). The 
new movement and research results, however, 
have not been incorporated into educational 
contexts in Japan either widely or effectively. 
　In the 2017 spring semester, a series of 
English classes were conducted at Tokyo Fuji 
Art Museum as a part of a freshman general 
English course at Soka University. The pro-
ject was planned based on the previous stud-
ies to develop the students’ language, critical 
Miyoko Takatama
World Language Center Soka University
Keywords: Global citizenship; Language education; Education in museums; Non-cognitive skills.
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Essential Elements of Global Citizenship
　Preparing students for global society has 
been one of the most crucial themes in educa-
tion, especially for Japanese higher education 
institutions. Government-level discussions 
calling for the necessity to develop globally 
competent human resources in Japan date 
back to the early 2000s. The discussions are 
rooted in a sense of urgency amongst major 
Japanese enterprises in expanding global 
competition (Yoshida, 2014). From 2008, the 
government started implementing policies for 
the reformation and globalization of higher 
educat ion  inst itut ions  inc lud ing  the 
300000 Foreign Students Plan, a project to 
boost the number of foreign students in Japan 
from 120,000 to 300,000 by 2020, and the 
Top Global University Project, a governmen-
tal funding initiative to promote global com-
petitiveness and recognition of 37 selected 
universities. The policy change was to pro-
duce globally competent institutions and hu-
man resources in the country. Linguistically, 
the term グローバル人 材 (global jinzai) was 
newly employed to refer to human resources 
with global competency. The term has been 
widely used especially in the context of ter-
tiary education (Yoshida, 2014).
　The Japanese government articulated three 
essential factors of global jinzai as follows 
(Yonezawa, 2014): 
1.　Linguistic and communication skills
2.　 Self-direction and positiveness, a spirit 
for challenge, cooperativeness and flexi-
bility, a sense of responsibility and mis-
sion
3.　 Understanding of other cultures and a 
sense of identity as a Japanese. 
thinking skills, communication and presenta-
tion skills as well as confidence in speaking 
English in public. The analysis of student 
presentations in the museum gallery and stu-
dent feedback questionnaire after the project 
indicated that the students showed improve-
ment in all the areas. Based on the results, 
the same series of English classes were con-
ducted again in the 2018 spring semester 
with a different group of freshman students. 
After the second project, the instructor (the 
author of the present paper) had an opportu-
nity to analyze the presentations using three 
essential elements of global citizenship – the 
wisdom to perceive the interconnectedness of 
all live beings; the courage not to fear but to 
respect differences; and the compassion to 
maintain an imaginative empathy – articu-
lated by Ikeda (1996). The analysis suggested 
that learning in the museum can also nourish 
the essential elements. 
　The present paper aims to illustrate how 
the students fostered the elements of global 
citizenship along with language and skills re-
quired in global society through the series of 
classes at the museum. The paper also in-
tends to propose factors to foster the three el-
ements of global citizenship in a classroom. 
To fulfill the purposes, the essential elements 
of global citizenship are first examined from 
the aspect of necessary capacities and quali-
ties in global society, followed by a description 
of the series of English classes at the muse-
um, illustration of student learning, and a 
proposal of three factors aimed at fostering 
global citizenship across different learning 
contexts. 
76
particular community, society, or country 
which the person belongs to. However, the 
statement emphasizes that there should be an 
acute realization that the community, society, 
or country is not a closed, isolated entity but 
is rather interconnected with other communi-
ties and societies. It can be said that global 
citizenship is about acting on social responsi-
bility to work for the sake of all interconnect-
ed communities and societies. A more concise 
description of key characteristics of global cit-
izenship is provided by Reysen and Katzar-
ska-Miller (2013) as “awareness, caring, and 
embracing cultural diversity while promoting 
social justice and sustainability, coupled with 
a sense of responsibility to act” (p. 860).
　Several key terms of global citizenship, 
such as diversity, sustainability, and social 
responsibility, can be identified from the two 
definitions by the United Nations and Reysen 
and Katzarska-Miller. On the other hand, 
embracing diversity, promoting sustainability, 
and acting on social responsibility all seem to 
be resulting actions which should originate 
from certain inner qualities. The inner quali-
ties essential to global citizenship, however, 
are not specified in these definitions.
　An insight was provided by Ikeda, the 
founder of Soka University, regarding what 
inner qualities would constitute a global citi-
zen. In his lecture titled “Thoughts on Educa-
tion for Global Citizenship” given at Teachers 
College, Columbia University in June 1996, 
he articulated three essential elements of 
global citizenship:
1.　 The wisdom to perceive the intercon-
nectedness of all life and living
2.　 The courage not to fear or deny differ-
ence; but to respect and strive to under-
stand people of different cultures,¹ and 
Integrating all the factors together, the fol-
lowing definition illustrates the ideal global 
jinzai:
People who, in today’s competitive and co-
operative world, can—while maintaining 
their sense of Japanese identity—possess 
a broad worldview based on both general 
and specialized education, have commu-
nicative and cooperative abilities to build 
relationships which go beyond values, 
cultures and different languages, and 
that have the ability to create new values 
and the desire to contribute to society 
now and in future generations. (Chapple, 
2014, p. 215)
As the definition articulates, developing glob-
al competency with a sense of identity as a 
Japanese, the definition of which is becoming 
increasingly diverse in reality, is expected for 
global jinzai. This expectation reveals that 
the underpinning concept of global jinzai is 
the social and economic development of one 
particular nation – Japan (Yonezawa & Shim-
mi, 2014). 
　On the other hand, the term ʻglobal citizen-
ship’ comprises a broader perspective. The 
United Nations describes global citizenship as 
follows:
The term [global citizenship] can refer to 
the belief that individuals are members 
of multiple, diverse, local and non-local 
networks rather than single actors affect-
ing isolated societies. Promoting global 
citizenship in sustainable development 
will allow individuals to embrace their 
social responsibility to act for the benefit 
of all societies, not just their own. (United 
Nations, n.d.)
The United Nations statement of global citi-
zenship does not deny the contribution to a 
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and institutional levels. Reflecting on one’s 
teaching practice in the light of the three es-
sential elements would be the first step to-
wards building a foundation for discussion. In 
the following sections, the museum project 
conducted by the author will be illustrated 
and analyzed using the three essential ele-
ments of global citizenship. 
Context of the Project
　The project was first conducted in the 2017 
spring semester. The class was a general Eng-
lish course for freshman whose TOEIC score 
at entrance was below 280. The same project 
was conducted again in the 2018 spring se-
mester in the same course with different 
freshman students. The project consisted of 
six classes; four classes at the museum (2017) 
or three classes plus one self-visit to the mu-
seum (2018), in addition to two classes in the 
regular classroom in between the museum 
classes to provide focused language and skills 
instructions. The students formed pairs and 
chose one artwork from the museum gallery 
in the first lesson or the self-visit. Then, they 
identified various vocabulary from the picture 
by answering the question “What do you see 
in this picture?” (Yenawine, 2013). They also 
explored and self-learned additional vocabu-
lary words and expressions with a partner to 
to grow from encounters with them
3.　 The compassion to maintain an imagi-
native empathy that reaches beyond 
one’s immediate surroundings and ex-
tends to those suffering in distant plac-
es
　The inner qualities articulated in these 
three essential elements can be connected to 
the actions as a global citizen illustrated by 
the United Nations (n.d.) and Reysen and 
Katzarska-Miller (2013). The wisdom to per-
ceive the interconnectedness of all life and 
living beings promotes sustainability, and the 
courage to respect and strive to understand 
differences embraces diversity. The compas-
sion to maintain an imaginative empathy 
raises social responsibility. The three essen-
tial elements suggest global citizenship educa-
tion which is not only about building knowl-
edge and skills required in global society but 
rather facilitating learning opportunities to 
promote integration of knowledge, skills, and 
the inner qualities.
　The three essential elements constitute the 
educational principles of Soka University. 
They are also in the mission statement of the 
World Language Center. Therefore, both for-
mal and informal discussions as to how to in-
corporate the three essential elements into a 
daily teaching practice can be, and should be, 
held more at the individual, departmental, 











depending on their focus. In addition, data 
from a student feedback questionnaire indi-
cates that 89% of the students developed con-
fidence in speaking English in public through 
giving a presentation in the authentic muse-
um gallery. The development of confidence in 
speaking English is crucial especially for this 
level of students most of whom could not have 
a positive experience in learning English in 
secondary education. 
　As mentioned at the beginning, the student 
presentations in both classes were also ana-
lyzed using the three essential elements of 
global citizenship after the second project. 
The result indicated that the learning in the 
museum could address the essential elements. 
Each pair underwent a unique process to fos-
ter the inner qualities depending on the type 
of artwork and the key points which they de-
cided to focus on. Several examples will be il-
lustrated in the following sections. 
Differences as a Source of Learning: 
Courage and Wisdom
　A pair chose a modern abstract art titled 
Indians in Battle (Lichtenstein, 1952) be-
cause they wanted to explore the meaning of 
the title. Once discussions started with the 
partner, instructor, and other classmates, the 
students were surprised by a variety of imag-
es that the viewers claimed to see in the pic-
ture. In the presentation, the students dis-
cussed the value of working with members 
who have different perspectives. The pair il-
lustrated how a certain part of the picture 
was perceived differently by different viewers, 
such as a fencing player / a beetle, and a dino-
saur firing towards the sun / a robot with a 
rugby ball. At the end of the presentation, 
they discussed that the more varieties of opin-
describe the picture and their emotional re-
sponses to the picture. All the vocabulary 
words and expressions were listed in the vo-
cabulary sheet given by the instructor. The 
students then proceeded to analyze what they 
were seeing in the picture and made mean-
ings of the picture through discussions with 
the partner, other classmates, the instructor, 
and curators in the museum gallery. Finally, 
all pairs gave presentations in the museum 
gallery in front of the artwork which they had 
chosen. Each pair introduced the picture and 
discussed their interpretation of the picture 
which they had developed through the analy-
sis and discussions. Additionally, in the 
course of preparing for the presentation, the 
students were required to write and submit 
the three main parts of the presentation. The 
instructor checked grammar, vocabulary, and 
sentence structures with the students to pro-
vide a more individual language instruction 
for this level of students. The presentations 
were videotaped and assessed by a rubric that 
included discourse organization, presentation 
skills, and language components. 
Learning in the Project
　The students demonstrated various skills 
development including presentation and com-
munication skills (eye contact, posture, voice 
inflection, gesture, active listening skills) and 
critical thinking skills (observation, analysis, 
interpretation, reasoning) in the presentation 
at the end. With respect to language develop-
ment, each pair learned and used different 
vocabulary (vocabulary to describe a human 
figure, nature, season, colors, shapes) and 
discourse structures (narrative, argumenta-
tive, compare and contrast, cause and effect) 
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work to choose an artwork for presentation, 
the student was explaining to the partner 
how strict and mean the male teacher was 
and making fun of the teacher by imitating 
how he talked. Then, the pair checked the ti-
tle and information next to the picture and 
were shocked because the title was Portrait of 
a Woman (Rigaud, n.d.). Neither student had 
any doubt that the figure was a man. In a 
subsequent discussion with the instructor, 
they decided to explore the reasons why they 
judged the figure as a man. The students 
found the figure’s strong chin and facial lines, 
the shape of the breasts, the sharp gaze, and 
above all, the powerful atmosphere contribut-
ed to their judgement. They noticed that these 
reasons exposed their gender stereotypes, 
that a strong, powerful look with or without 
certain physical characteristics could not pos-
sibly be female. After the second discussion 
with the instructor, they further explored the 
impact of their stereotypes on others. 
Through a reflection of their past actions and 
experiences, they realized how their stereo-
typical views might have hurt others although 
they had never intended to do so. The conclu-
sion of their presentation was “We should 
make a conscious effort to understand others 
through dialogue, not stereotypes, in order to 
know who they really are”.
　This pair exemplified how analyzing and 
discussing a picture can provide students 
with an opportunity to examine their stereo-
typical views towards other people and cul-
tures which often leads to prejudice. With 
deep self-reflection, this realization could pro-
mote fostering the courage to respect differ-
ences and cultivating the compassion towards 
people from different backgrounds. 
ions they encountered, the deeper their learn-
ing became. The students concluded that they 
would like to exchange ideas actively with 
more people with different opinions. The con-
clusion of the presentation implies that the 
students would be more courageous than be-
fore to interact with people from different 
backgrounds, respect the differences, and 
learn from the differences. Also, in the stu-
dent feedback questionnaire for the 2017 pro-
ject, the participant students evaluated the 
item “I learned the importance of opinions 
and views that are different from mine” high-
ly positively; the average score was 5.33 out of 
6-point Likert scale (1 as Strongly Disagree 
and 6 as Strongly Agree) with the standard 
deviation score as 0.67 (N=18). The data 
shows that the majority of the students ac-
knowledged the value of differences through 
the project. Because the instructor was not 
clearly aware of the three essential elements 
of global citizenship at that point, there were 
no conscious follow-up steps to foster the ele-
ments further. If the instructor had incorpo-
rated the three elements into instruction con-
sciously, other two elements, especially the 
first element of the wisdom to perceive inter-
connectedness could have been purposefully 
addressed based on the students’ new aware-
ness towards the value of different percep-
tions. 
Recognizing and Overcoming Stereotypes: 
Courage and Compassion
　A pair who chose a seventeenth-century 
portrait painting discussed the importance of 
knowing others through dialogue. The pair 
first chose the artwork just because the de-
picted figure resembled one of the students’ 
cram school teacher. During the first pair 
80
forts for improving their performance. 
Through this process, Napoleon was not an 
unreachable historical figure or just a famous 
person who lived in the distant past anymore. 
The students surpassed time and space and 
captured interconnectedness with the man 
through the exploration of universal concepts 
of courage and strength.
　Another pair had decided to choose a nine-
teenth-century painting (Gordigiani, 1879) 
before their first visit to the museum. They 
were already familiar with the painting and 
the interesting fact that no matter where 
viewers may stand, when viewing in, their 
eyes meet the eyes of the girl painted in the 
center of the picture. They first enjoyed view-
ing the picture from various directions to 
prove the fact. However, they soon realized 
that talking about their visual experiment 
was not enough to construct a presentation. 
Then, a discussion with a curator shifted 
their focus to the room in which the girl 
stands. According to the curator, the depicted 
furnishings came from different parts of the 
world; the carpet from Italy, the cushion cover 
from China, and the silk divan, which is also 
the title of the picture, from Japan. In anoth-
er conversation with the instructor, the stu-
dents noticed that the silk divan could be con-
nected to Hachioji, the city which used to be a 
part of the “Japanese silk road” (Partner, 
2007, p.183) as well as the city where their 
university is located. They were excited to 
find an unexpected possible connection be-
tween themselves and the girl as well as the 
two countries, Italy and China, and even the 
era when trade between Asia and Europe was 
blooming. Using the picture as a medium, the 
students started seeing themselves in a 
course of history. 
Interconnectedness with the People 
and Objects of Distant Time and Place: 
Wisdom
　Various pairs captured interconnectedness 
between themselves and people/objects of dis-
tant time and place through the analysis and 
discussion of the chosen picture. Several pairs 
chose mythological paintings. They tended to 
prepare the presentation by identifying the 
scene and translating the corresponding story 
into English. After discussions with curators 
and the instructor, the students started try-
ing to see the passion, agony, and joy of a fig-
ure in the picture by overlapping their own 
experiences. Through this process, the stu-
dents developed a deep understanding of and 
empathy towards a figure in the historical 
mythology which previously had been totally 
distant from the students’ lives and experi-
ences. 
　One pair, in the 2018 project, was attracted 
to Portrait of Napoléon I (Workshop of Fran-
çois Gérard, n.d.). One of the students in the 
pair became extremely enthusiastic about the 
picture first, and the other student became 
interested in the picture moved by the part-
ner’s enthusiasm. The students examined why 
they were attracted to this portrait; however, 
they seemed to have no reasonable explana-
tion at first. Through a discussion with a cu-
rator, the students understood the history 
and how various details in the picture sym-
bolized Napoleon’s courage and strength. Us-
ing ʻcourage’ and ʻstrength’ as clue words, they 
started exploring the depicted facial expres-
sion of Napoleon and its meanings in the light 
of their experiences as university baseball 
players, such as fear and excitement at a criti-
cal moment of a game and tireless daily ef-
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ma, 2017). On the other hand, to foster the 
courage to respect differences, students 
should be provided with an environment in 
which they can experience the value of differ-
ent ideas repeatedly. To ensure that all view-
points and opinions are treated equally, ques-
tions which accommodate various opinions 
and viewpoints should be asked frequently. In 
addition, materials with “inherent ambiguity” 
(Bleakley, Farrow, Gould & Marshall, 2003, 
p. 304) such as artworks are effective for cre-
ating such an environment. 
2) Facilitate discussions to promote fur-
ther explorations of the connections be-
tween the object and self 
　Reflective explorations on the relationship 
between self and objects/phenomena are the 
basis of fostering the first element, the wis-
dom to perceive the interconnectedness of all 
life and living, as well as the third element, 
the compassion to maintain an imaginative 
empathy that reaches beyond one’s immediate 
surroundings. The teacher’s job throughout 
the learning process is not to discuss the im-
portance of the inner qualities, and certainly 
not to force students to think based on the es-
sential elements. One of the critical jobs of the 
teacher is to raise students’ awareness to-
wards the connections between what they 
perceive outside themselves (e.g., images in a 
picture, social issues) and what they have in-
side of themselves (e.g., previous experiences, 
emotions, beliefs). If students do not go be-
yond the stage of analyzing an object or phe-
nomenon outside of themselves, the instructor 
can initiate a discussion regarding what pre-
vious experiences, thoughts, or beliefs might 
have resulted in the analysis. If a pair only 
tries to translate the original tale of a depict-
ed mythological scene, the instructor can pro-
Application of the Project
　The primary purpose of this paper is not to 
promote teachers to have classes at the muse-
um but rather to propose possible factors to 
foster the essential elements of global citizen-
ship, using the museum project as an exam-
ple. Through the analysis of the teaching and 
learning processes in the project, the follow-
ing three factors are identified. 
1) Use questions and materials that ac-
commodate different opinions and view-
points
　Asking questions which accommodate dif-
ferent opinions and viewpoints is critical to 
fostering the elements of global citizenship, 
especially the second element: The courage to 
respect and strive to understand people from 
different backgrounds and to grow from en-
counters with them. Even if a teacher encour-
ages students to express their views or tells 
them that any and all opinions are welcome, 
their opinions will be ultimately judged as 
“not correct” if there is/are (a) designated 
answer(s) to the question. For example, for 
the question “What is the name of the artist 
who painted ʻScream’?”, there is only one ac-
ceptable answer, ʻMunch’. On the other hand, 
a question such as, “What would you see/hear/
smell if you were in this picture and why?”, 
encourages students to express their own 
unique perspectives because there are an un-
limited number of possibilities for an answer. 
This is not to deny the value of asking the for-
mer type of questions. Questions with desig-
nated answers can be considerably useful to 
develop knowledge and understanding of mat-
ters as well as several types of thinking skills 
if they are purposefully sequenced (Takata-
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dents and the course instructor) / outsiders 
(curators and visitors to the museum) distinc-
tion does not work as a barrier in a safe pub-
lic space like a museum gallery. The environ-
ment of fers students opportunities to 
encounter a variety of differences which they 
would not encounter in a regular classroom. 
In a real classroom, preparing regular oppor-
tunities to interact with outsiders may be dif-
ficult; however, instructors can occasionally 
invite guests not just for a one-way presenta-
tion but for exchanging views and opinions 
with students. At the same time, arranging a 
physical environment in which students can 
move around easily to have discussions with 
different partners may be crucial. 
Conclusion
　The series of classes were initially designed 
based on the results of a number of studies 
that discussing art is effective to develop 
learners’ critical thinking skills, communica-
tion skills, and language. When the student 
performances were examined in the light of 
the three essential elements of global citizen-
ship, discussing art in a museum gallery 
turned out to be a powerful means to foster 
the elements of global citizenship. The ele-
ments can also be explained as inner quali-
ties or non-cognitive aspect of learner devel-
opment.
　In the same lecture at Columbia University, 
Ikeda stated that a global citizen could be a 
person “who has never travelled beyond their 
native place, yet who are genuinely concerned 
for the peace and prosperity of the world” 
(Ikeda, 1996, p. 3). The statement may lead to 
a typical misunderstanding that all the teach-
ers’ hard work to develop students’ language, 
mote a deeper exploration of emotions in the 
picture in relation to the students’ lives. Re-
flective explorations on the relationship be-
tween self and objects/phenomena outside 
themselves can be facilitated using materials 
including artistic images, photos from conflict 
zones, as well as news articles on social and 
international issues which seem not to be re-
lated to the students’ lives. This type of re-
flective exploration will be a precious oppor-
tunity to nurture the wisdom to perceive the 
interconnectedness between self and others 
lives and/or the compassion to maintain an 
imaginative empathy. The teacher’s role is to 
support and promote the reflective journey by 
facilitating discussions with appropriate ques-
tions. 
3) Build a learning community in which 
students can interact with members of 
different backgrounds, characteristics, 
and/or ideas
　Throughout the museum project, the par-
ticipant students discussed pictures with dif-
ferent peers and professionals including two 
language educators (the instructor and an ob-
serving teacher) and museum curators with 
varied characteristics and experiences. 
Though briefly, several students even had 
chances to exchange opinions with visitors in 
the museum gallery. One of the notable bene-
fits of using a museum gallery as a learning 
place is its design which allows every member 
of the learning community to move around 
easily and form a discussion group spontane-
ously. Discussions sometimes f lew freely 
around a picture while other times evolved 
around a particular question or theme pre-
sented by a curator or the instructor. Also, 
compared to a classroom which is not usually 
open to outsiders, insiders (the registered stu-
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future research in global citizenship educa-
tion. First, the three factors discussed in this 
paper were identified through the analysis of 
one project. Through reflecting on different 
teaching practices from the three elements of 
global citizenship, more factors can be dis-
cussed and identified. The discussion, identi-
fication, and application of the factors will 
empower global citizenship education on the 
micro, meso, and macro levels. Secondly, al-
though promoting classes in the museum is 
not the primary purpose of this paper, a col-
laboration between university and art muse-
ums can be more promoted for an innovative 
global citizenship education, especially when 
there is easy access to an art museum. Final-
ly, research should be initiated to examine 
the relationship between assessable knowl-
edge/skills/language development and the 
non-cognitive aspects of learner development. 
By accumulating, analyzing, and discussing 
various related data, global citizenship educa-
tion based on the three essential elements 
will be elaborated and strengthened for the 
future. 
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TOEIC Program Provided by Self-Access 
Center at Japanese University
Introduction
　Soka University gives an award for lan-
guage proficiency, and every year, a signifi-
cant number of students aim to get the award 
before graduation. The requirement for re-
ceiving the award is to get over 730 on the 
TOEIC, or equivalent scores of other stand-
ardized language tests. Since Soka University 
was nominated as one of the “Super Global 
University” in 2014 by the Ministry of Educa-
tion, Culture, Sports, Science and Technology 
(MEXT) of Japan, the demand from both stu-
dents and school to rise the number of stu-
dents who have high scores in standardized 
English proficiency tests, especially TOEIC 
and TOEFL, has been increasing.  The World 
Language Center (WLC) of the university 
provides language courses including English 
and manages the Self-Access Center (SAC) 
for language learning. The English Consulta-
tion Room (ECR) is one of the SAC programs, 
established to advise students “how to utilize 
the university facilities and resources on cam-
pus effectively” in 2006 (Ishikawa, 2012), and 
had provided a couple of TOEIC programs 
which were specifically designed with the 
goal of helping participants reach a TOEIC 
score of 730. 
　In 2016, program named “TOEIC 730” was 
designed and conducted by seven assistant 
lecturers of WLC faculty members who also 
served as advisors at ECR. The program also 
included mock test meetings, online self-re-
flections, series of face-to-face counseling ses-
sions and workshops. The advisors conducted 
sessions based on their experience at ECR 
and used different ways of counseling tech-
niques. As a result of the program, many par-
ticipants successfully achieved the goal.
　This paper examined that how this TOEIC 
program helped students improve their TOE-
IC score based on advisors, how each advisor 
conduced the counseling sessions in the pro-
gram and what should be considered to im-
prove the program in the future. The follow-
ing research questions were formulated;
1． How much did the participants of the 
TOEIC program improve their TOEIC 
score based on advisors? 
Tokiko Hori　Kaori Takeuchi
World Language Center, Soka University
Keywords: TOEIC, SAC, advising in language learning
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rials. They also needed to respond to an on-
line reflection regarding their English study 
habits along with the result of their TOEIC 
mock test before attending the counseling 
session. Based on the online reflection and 
mock test results, the advisor and the partici-
pant discussed their English learning during 
counseling sessions. The mock test meetings 
were held seventeen times in total. In addi-
tion, three workshops were held in order to 
provide skill focused information in the lunch 
time period 
　The skills and topics covered were reading, 
listening, and grammar together with test 
taking strategies. Each optional workshop 
was planned and conducted by two advisors. 
At the end of the program, a closing ceremony 
was held and participants who attended more 
than six mock test meetings and counseling 
sessions were provided a certificate of comple-
tion of the program in the ceremony. Each 
participant was encouraged to take a TOEIC 
IP test as a post-test and submit the applica-
tion form for the school award if their score 
exceeded 730. Participants’ results were pro-
vided to the advisors by the university admin-
istration.
　Schedule. The program was conducted 
based on the schedule shown as Table 1.  At 
first, an invitation mail was sent to program 
candidates whose maximum TOEIC score 
was in the range of around 500 to 725 in ear-
ly September in 2016. Originally, the school 
expected only a small number of motivated 
students to join the program. 
2． How did each advisor conduct their 
counseling sessions in the program? Is 
there any difference among advisors?
Background Information
An Overview of the TOEIC 730 Program
　Participants. The participants of this pro-
gram were 4th and 5th year students whose 
maximum TOEIC score was approximately 
500 and above. The total number of partici-
pants was 50, mixed in gender, and all of 
them were Japanese. 
　Contents. This program consisted of five 
components: English study counseling, mock 
testing, online reflection, workshops and a 
post-test. Assistant lecturers as advisors con-
ducted face-to-face advising session for TOE-
IC test preparation. Two out of seven advisors 
conducted the sessions in English since they 
were English only speakers, but the other five 
advisors conducted counseling sessions in 
Japanese. The main reason why these advi-
sors conducted their sessions in Japanese was 
in consideration for the English proficiency 
level of the participants. The advisors consid-
ered that majority of the participants’ English 
proficiency level was not enough to conduct 
counseling sessions in English. However, 
some of the participants had studied abroad 
and/or already possessed TOEIC scores close 
to 730. For that reason, English speaking ad-
visors were assigned to those students and 
conducted sessions in English. Each advisor 
was allocated seven or eight students. One 
session lasted about 20 minutes while each 
student attended six sessions throughout the 
program. The participants were asked to take 
a TOEIC mock test, either online or paper-
based, depending on the availability of mate-
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test at computer room in the school and also 
respond to the questions about their English 
study as online reflection. In addition to coun-
seling sessions, one workshop was held 
monthly, three times in total. Before taking 
the post-test, a closing ceremony was held and 
the certificate for attending TOEIC program 
was provided in the middle of December. 
Then, the participants took TOEIC IP test as 
a post-test.
Outcome of the Program
　Even though there were 50 participants at 
the beginning of the program, due to partici-
pants dropping out or opting out of the post-
test, the data only reflects the results for  
the 31 students who attempted the TOEIC 
test after the conclusion of the program. 14 
　There was an almost double increase in the 
number of applicants, and since the TOEIC 
730 program could only accommodate 50 stu-
dents, applicants were accepted on a first-
come-first-served basis. To meet the excess 
demand, the university decided to purchase 
short-term intensive TOEIC program by a 
language company for the rest of the interest-
ed students. 
　A briefing of the program schedule and pro-
cedures was held at the middle of September. 
Then participants were allocated to advisors 
based on their TOEIC scores and asked to fill 
in the first online reflection. Advisors con-
tacted their assigned students by email to set 
their date of the first counseling sessions. As 
mentioned before, each counseling session, 
participants were to take the TOEIC mock 




















helping learners through discourse  in lan-
guage learning vary among authors. For in-
stance, Kelly (1996) used counseling and de-
fined as “a form of therapeutic dialogue that 
enables an individual to manage a problem”. 
Gardner and Miller (1999) also employed the 
term ʻcounseling’ and ʻcounselor’ to illustrate 
difference between traditional classroom 
teachers and counselors in self-access center. 
Mynard (2010) uses the term “advising in lan-
guage learning” and explains that the ap-
proach to advising may vary in each institu-
tion. Kato and Mynard (2015) argued that in 
terms of language learning, advising is the 
most suitable term. Especially, advising 
focuses more on reflection of the learners 
rather than directive advising. However, due 
to frequent use of the term ʻcounseling’ among 
ECR advisors, this term will be used in the 
research to mean the advisement of language 
learning.
TOEIC Programs at Japanese Universi-
ties  
　TOEIC is one of the widely used standard-
out of 31 students successfully achieved the 
goal and the average increase of TOEIC score 
was 94.52 points per student (see Figure 1).
　The participants could be categorized into 
four different types based on the attendance 
record of mock test meeting; students who 1) 
attended the program until the end and 
achieved 730, 2) attended the program until 
the end but did not reach to 730, 3) dropped 
out in the middle and did not reach to 730 
and 4) dropped out in the middle but achieved 
730.
　Although the outcome of the program was 
successful enough to meet the demand of the 
institution and the expectation of partici-
pants, examining the program from a differ-
ent perspective was worth conducting. Thus, 
the authors collected the data from the advi-
sors and examined the program for further 
improvement. 
Literature Review
Counseling or Advising 
　The terms and definitions used to address 
Figure 1. Students’ scores of pre-test and post-test
STUDENTPARTICIPANTS
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English and Japanese) regarding their coun-
seling sessions through Google Forms;
Questionnaire for advisors via Google 
Forms
1． How did you try to do counseling? 
What did you keep in your mind while 
doing counseling?
2． How did you make plans for the coun-
seling sessions every time?
3． Regarding the following points about 





　Then, based on the responses of the pre-in-
terview questionnaire, each participant was 
interviewed to elicit more information about 
the counseling sessions. Interviews were 
semi-structured to minimize the differences 
among interviewers. Three participants were 
interviewed via Skype while the rest were 
conducted face-to-face. Interviews were con-
ducted in English or Japanese, according to 
interviewees’ preference. As a result, four in-
terviews were conducted in English and three 
interviews were in Japanese. In the inter-
views, the authors asked several questions as 
listed below;
Sample questions in interviews 
1．How did you plan counseling sessions?
2． How did you conduct counseling ses-
sions?
3． Do you think you changed the way to 
do counseling sessions based on stu-
dents? If so, how did you change?
ized tests for English proficiency  in Japan, 
overall 2,500,000 people took the test in 2017 
(Education Testing Service, 2018). Thus, a 
number of courses or programs have been 
conducted in a variety of tertiary level insti-
tutions.   Mostly,  these  courses or  pro -
grams usually consist of teaching grammar, 
vocabulary,  and test-taking skills within 
TOEIC  oriented  course books. Credited 
or not, they are provided by language teach-
ing companies or instructors of the institu-
tions.  Kimura (2016) in addition applied 
coaching techniques into her intensive TOEIC 
preparation course. Although she utilized ma-
terials and activities carefully selected to in-
tegrate coaching techniques  into teaching 
TOEIC skills, still teaching students in the 
classroom was the main part of the course. 
Overall, for a test preparation program which 
employs the counseling sessions as its main 
component, there has been little examination. 
Methodology
Participants
　The research was conducted in October and 
November 2017, as a part of preparation of 
TOEIC program in the future. The seven ad-
visors of the TOEIC 730 program in 2016 
were asked to respond to a questionnaire and 
an interview regarding the sessions in the 
program. One of the authors also was an ad-
visor of the program, thus joined this re-
search as a participant as well.  
Procedures
　Firstly, the authors compared the pre-and 
post-test of students’ score based on each ad-
visor. Secondly, participants were asked to re-
spond to the following questions as the pre-in-
terview questionnaire (presented both in 
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between the average of pre-test score and the 
target score was 130 points and the increased 
score per student was less than 50 points, 
meanwhile no students achieved the program 
goal. Advisor C, E, and F had students with 
similar pre-test score range. The gap of the 
pre-test score and the target score was 
122.14, and the average of the increase was 
97.83. As a result, 4 out of 15 students 
reached the goal. Advisor G had the students 
with the lowest average score on pre-test (584, 
the gap was 146), however, the increased 
score per student was the highest (176.25), 
and 3 out of 4 students achieved the goal. Ad-
visor A and D had students with the highest 
pre-test score, the gap was 45.67. The in-
crease was 68, and 7 out of 9 students 
achieved the program goal. The standard de-
viations of increase per advisor were from 7% 
to 11%.
Note. Achieved students means students who 
had TOEIC score more than 730 at the post-
test or earlier.
Advisors’ Responses
　With regard to the pre-interview question-
naire of advisors, the authors analyzed the 
data by using the codes including metacogni-
tive, cognitive, affective and administrative 
categories (see Table 2). Figure 2 shows the 
ratio of those four categories included in each 
advisor’s response regarding the counseling 
sessions as the pre-interview questionnaire. 
More than half of the advisors covered all 
four aspects. However, the percentage of each 
category varies depending on the advisors. 
For instance, when authors asked each advi-
sor the questions about how they tried to do 
counseling and what they kept in mind while 
conducting sessions, responses of Advisor A 
4． From your perspective as an advisor, 
how did the student study throughout 
the program?
5． While doing the counseling sessions, 
did you feel any changes of the stu-
dent?
　The authors recorded the interview and 
showed the TOEIC test results of students 
who were allocated to each participant. The 
responses of the pre-interview questionnaire 
and the transcribed interviews were analyzed 
by each interviewer based on analysis codes 
adapted from Thornton and Mynard (2012) 
(see Table 2), then compared and discussed by 
the authors. The codes were created by Thorn-
ton and Mynard for written counseling ses-
sions (as cited in Kato & Mynard, 2016). 
Results
Pre- and Post-test Analysis Based on Ad-
visors
　Table 3 indicates the number of allocated 
students, the number of students who took 
the post-test, and the number of students who 
achieved the goal of the program, exceed 730 
points at TOEIC test. Advisor A and D had 
the students whose average of pre-test score 
was higher than others, and 7 out of 9 stu-
dents got the score over 730 until the post-
test. All the advisors, except Advisor B, had 
students who achieved the program goal. Ad-
visor A, E, F had the least drop-outs. 
　As for the analysis of pre- and post-test 
score of participants, some differences were 
found among advisors such as the number of 
students achieved the target score, increased 
score per student, and average of increase (see 
Table 4). With reference to Advisor B, the gap 
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Table 2. 










Time management Comments referring  to how the  learner can or-












mentions,  referring  to  life  and making oneself 
available for further interaction














Adapted from Reflective dialogue: Advising in language learning (p.295), by Kato, S., & Mynard, J, 2016, 
New York, NY: Routledge. Copyright 2016 by Taylor & Francis.
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dialogues and coded the data based on the 
themes listed on Table 2 as well. The analysis 
of each advisor’s interview can be seen in Fig-
ure 3 and it indicates there might have been 
differences of their counseling sessions. The 
percentage of each category is different advi-
sor to advisor, however, responses of Advisors 
C, D, E, F, and G included four relatively well-
balanced categories in their responses. 
Discussion 
Differences of Students’ Outcome Based 
on Advisors
　The authors aggregated the data of the re-
consisted of three aspects— ʻmetacognitive’ 
ʻcognitive’ and ʻadministrative’ (see Figure 2). 
The response of Advisor B also consisted of 
three aspects, but included ʻaffective’ aspects 
instead of ʻcognitive’ aspects, and 50% of the 
response was related to ʻadministrative’ as-
pects. Advisor B answered, “I always tried to 
do my best for scheduling the sessions by 
sending emails to each advisee and before 
starting the program, we negotiated the time 
and place every time”. The response of Advi-
sor D only included ʻmetacognitive’ and ʻad-
ministrative’ aspects. Responses from Advisor 
A and D lacked ʻaffective’ category.
　The authors also transcribed the interview 
Table 3. 











A 7  5 4 English
B 8  3 0 Japanese
C 7  4 1 Japanese
D 7  4 3 English
E 7  6 2 Japanese
F 7  5 1 Japanese
G 7  4 3 Japanese
Note. Achieved students means students who had TOEIC score more than 730 at the post-test or earlier.
Table 4.








A 667 81 12.23% 7%
B 600 46.67 7.99% 11%
C 611.25 97.5 15.31% 9%
D 701.67 55 6.41% 7%
E 618.33 90 14.38% 11%
F 594 106 18.40% 10%
G 584 176.25 30.18% 7%
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Importance of Balanced Counseling Ses-
sions 
　 The authors assumed that analyzing the 
results of the advisors’ interviews and pre-in-
terview questionnaire would show some clues 
to understanding these differences and char-
acteristics of counseling sessions. Looking at 
Table 4, the rate of increase of the students 
allocated to Advisor C, E, F, and G are 
around 15% and up. The ratio of four catego-
ries of those advisors is relatively balanced 
(17-40%) (Figure 2, Figure 3). Additionally, in 
Figure 2, the analysis of the pre-interview 
questionnaire responses of advisors, respons-
es of Advisor A, B and D are imbalanced and 
their students’ increased score rate relatively 
smaller than other advisors’ students. A simi-
lar tendency was also detected in the respons-
sults of participants based on their advisors 
to examine whether there were differences 
among advisors. Actually, there were differ-
ences in the outcomes among the participants 
in terms of increased scores and increased 
score rates to some extent. According to the 
data on Table 4, both ʻincreased score per stu-
dent ’ and ʻincrease score rates per advisor’ 
differ from advisor to advisor. The former 
ranges from 46.67 points to 176.25 points. 
The latter ranges from 6.41% to 30.18% (see 
Table 4). In contrast, the gap among standard 
deviations of increase rate is relatively minor, 
from 7% to 11%, showing increased score 
rates among students of each advisor were 
relatively close. Therefore,  it could conclude 
the outcome of the students varied among ad-
visors. 
Figure 2. Pre-interview questionnaire analysis based on advisors
Figure 3. Interview analysis based on advisors
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(p.162, Benson, 2013). Overall, balanced ad-
vising sessions included all aspects of advis-
ing in language learning which means ses-
sions were balanced in specific instruction 
and helping students to develop automaticity 
by reflecting their learning together. 
Evaluation of learning gains 
　Advisor B, C and F had one student or none 
who achieved TOEIC 730 at the post-test. 
Those advisors had relatively smaller outcome 
regarding the number of students reached the 
program goal and had a common tendency of 
the sub-category among their responses to the 
interview. The ratio of the sub-category of 
es for the interviews (Figure 3). Responses of 
Advisor A and B are notably imbalanced; 
Cognitive 43% for Advisor A, and Metacogni-
tive 54% for Advisor B. On the other hand, 
interview of Advisor D was quite balanced 
and included specific questions and answers 
which illustrated how intentionally Advisor D 
conducted the counseling sessions even 
though the response of pre-interview was im-
balanced. Benson (2013) stated that “the re-
search evidence suggests that approaches in-
volving a combination of explicit instruction 
and learner reflection may be more effective 
in achieving both of these goals than those 
based on instruction or ref lection alone” 
Table 5. 
Interview analysis with sub-categories of codes, based on advisors.
Categories Sub-categories A B C D E F G





6.1% 4.0% 2.0% 4.8% 3.2% 2.2% 5.6%
Time  manage-
ment
6.1% 20.0% 3.0% 6.3% 2.6% 16.5% 9.5%
Evaluating learn-
ing gains
0.0% 2.0% 6.0% 7.0% 9.5% 2.2% 5.6%
Lea rn e r   s e l f -
awareness
6.1% 6.0% 9.0% 7.7% 11.6% 11.0% 10.3%
Cognitive Activit ies  and 
strategies
22.4% 8.0% 12.0% 12.1% 20.5% 17.6% 12.7%
Learning materi-
als
20.4% 2.0% 5.0% 9.6% 10.5% 7.7% 10.3%
Affective Rapport building 0.0% 0.0% 3.0% 9.6% 3.2% 9.9% 4.0%
Praising 6.1% 2.0% 11.0% 3.3% 3.2% 2.2% 2.4%
Encouraging 4.1% 0.0% 1.0% 0.4% 2.6% 0.0% 0.8%
Affect ive  fac -
tors of  language 
learning
6.1% 8.0% 8.0% 8.8% 7.4% 9.9% 11.9%
Administrative Elicit ing  more 
information
6.1% 22.0% 8.0% 9.6% 11.6% 4.4% 15.1%
Admonishing 0.0% 0.0% 10.0% 5.5% 7.4% 3.3% 0.0%
Giving program 
information
0.0% 4.0% 22.0% 12.9% 6.8% 12.1% 3.2%
Note: Categories and sub-categories are adapted from Reflective dialogue: Advising in language learning (p.295), 
by Kato, S., & Mynard, J, 2016, New York, NY: Routledge. Copyright 2016 by Taylor & Francis
96
Connection between activities and con-
nections to goals 
　The percentage of the sub-category ʻconnec-
tion between activities and connections to 
goals’ was almost the same among advisors 
(see Table 5). However, Advisor G remem-
bered specific details when giving explana-
tions about allocated students regarding this 
sub-category. For example, “(I suggested) to 
use a TOEIC app for smartphone because the 
student didn’t have much time to study Eng-
lish. And the student’s ultimate goal of learn-
ing English was…so I focused more on…(a 
skill and related activity)…” A similar type of 
reflection was detected in the responses of 
Advisor C, D, E, and F as well.  C o n -
versely, Advisor G remembered all the stu-
dents’ ultimate goals and objectives of learn-
ing English, sometimes further than just 
increasing TOEIC scores, and connected stu-
dents’ activities and materials to those goals. 
The authors evaluated that Advisor G inten-
tionally lead students’ development and facili-
tated learning experiences personalized for 
each student.
Importance of training and information 
sharing
　Although all the advisors were English lan-
guage teachers, they were not trained as lan-
guage advisors. Moreover, there might be 
some gaps among advisors in terms of knowl-
edge about TOEIC test, materials and test 
preparation skills. The schedule for the advi-
sors contains ʻmeetings’ and preparation of 
workshops (see Table 1). Advisors shared in-
formation by preparing workshops in pairs, 
however, not all of them had opportunity to 
learn skills and techniques which were cov-
ered by other pairs. For example, the response 
evaluating learning gains was smaller com-
pared to other advisors; Advisor B 2.0%, Ad-
visor C 6.0% and Advisor F 2.2% (see Table 
5).  Likewise, the ratio of the sub-category of 
connection between activities and connections 
to goals was small; Advisor B 4.0%, Advisor 
C 2.0% and Advisor F 2.2%. On the other 
hand, 22.0% of Advisor B’s response was re-
lated to the sub-category of goal setting and 
20.0% was related to time management. For 
Advisor C, giving program information was 
22.0% and activities and strategies was 
12.0%. 17.6% of Advisor F ’s response was ac-
tivities and strategies and 16.5% of time man-
agement. These sub-categories can be regard-
ed as “information” rather than students’ 
learning. 
　According to Mynard and Carson (2012), 
the main goal of advising is developing learn-
er autonomy and effective learning. Including 
such ideas as, “fostering the abilities in learn-
ers to identify language needs” and “personal-
ize the learning experience by selecting ap-
propriate resources, planning, monitoring 
and evaluating ongoing language learning” 
(Mynard & Carson, 2012). Looking at the Ad-
visor B’s responses, the percentages for ʻselec-
tion of resources’ and ʻevaluating ongoing lan-
guage learning’ were less than the other 
advisors. At least in the reflection of advising 
sessions, Advisor B’s response lacked these 
areas. Advisor A, E and F were strong in giv-
ing advice on activities and strategies, howev-
er, weak in reflecting learning gains. Never-
theless,  due to the l imited number of 
participants, determining which areas advi-
sors tend to focus more during counseling 
session is difficult. Thus, further research 
may be required.
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the gap among the advisors, training session 
and information sharing would be beneficial. 
Considering the size and insufficiencies of the 
study, these findings cannot be generalized. 
However, the authors hope these findings can 
contribute to test preparation program based 
on advising and the field of advising in lan-
guage learning to some extent. 
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項 目 ごとに 5 ：よくできた～ 1 ：全 くできな
かった、の 5 段階リッカート方式で採点した。
学生には教員と同様の16項目を、 5 ：よくでき





























































































































達 成 感・ 自 己 学 習 時 間 の 関 連 は、Mann-

















最小値 最大値 平均値 標準偏差 ｐ値 多重比較
教員評価 8 40 24.25 7.27
学生評価 8 39 27.09 7.01




























有 意 差 はみられなかった（p=0.160）（表 3 ）。
表3.　個別指導の有無とアセスメントの平均点
人数 平均値 標準偏差 ｐ値
教員評価 個別指導なし 56 27.3 5.5
個別指導あり 20 15.9 4.6
自己評価 個別指導なし 56 28.9 6.2
個別指導あり 20 22 6.6
試験 個別指導なし 56 24.9 6.2







人数 平均値 標準偏差 最小値 最大値 p値
低群 10 11.90 2.64 8 15
中低群 23 20.00 1.71 17 23
中高群 28 26.79 2.04 24 30




表 4 　教員評価 4 群の平均点
表 5 　教員評価 4 群別の試験の平均点の比較表5.　教員評価4群別の試験の平均点の比較
人数 平均値 標準偏差 最小値 最大値 p値
低群 10 24.5 8.48 12 37
中低群 23 22.09 5.86 8 33
中高群 28 25.61 6.72 11 36



































5 ）教員評価 4 群と試験の関連



























表 6 　教員評価 4 群と個別指導の人数表6．教員評価４群と個別指導の人数
個別指導なし(人） 個別指導あり（人） 合計（人）
低群 6 14 20
中群 12 6 18
中高群 23 0 23
高群 15 0 15




















































































































































The What and the How of Acquiring 
Vocabulary
Abstract
　This paper describes several principles for 
effectively targeting and acquiring vocabu-
lary in a second language. Teachers and 
learners are encouraged to consider chunk-
ing, vocabulary depth, repetition and use in 
addition to frequency, lesson content and stu-
dent interest when choosing vocabulary and 
deciding how to best acquire it.
　Appropriately choosing which vocabulary 
items to target is important; however, this se-
lection must dovetail with how these items 
are dealt with in the classroom. Overall, it is 
important for learners and teachers to be 






　Native speakers can produce and compre-
hend quickly spoken discourse largely due to 
their competence with multi-word units of the 
language. In contrast, within a listening or 
reading text, learners often focus on individu-
al words. Therefore, learners should also ac-
count for the other words that are used with 
the unknown item and chunks of language 
which can be used as a unit of speech. Lewis 
(2002) states 
It is essential to heighten students’ aware-
ness of the bits of which coherent discourse 
or written text is composed. Students’ stor-
age and retrieval will be aided, and a valu-
able resource provided for their long-term 
acquisition of the underlying patterns, by a 
process which could be called pedagogical 
chunking. (pp. 121-122)
Familiar words
　Similar to chunking, words with which stu-
dents are already familiar are a worthwhile 
avenue to improve vocabulary knowledge. 
Students and teachers should look for struc-
Joshua Brook Antle
Tsuda University / Soka University
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speaker” (Nation, 2008, p. 117). It is easier to 
produce a fluent utterance by using a multi-
word unit than by creating it from individual 
words.
Which items should be targeted?
　Each criterion for selecting appropriate vo-
cabulary will be briefly described. These de-
scriptions will be followed with practical 
classroom activities which incorporate at least 
one of the principles. Words which should be 
prioritized by both teachers and learners have 
the following characteristics: 
1　Self-selected from lesson content
2　Frequent
3 　Interesting for the learner / easy to 
learn
Self-selected from lesson content
　Language learners can have a role in tar-
geting vocabulary. Nation (2013) endorses the 
notion that students should be autonomous 
learners and decide for themselves what 
should be given the greatest attention and ef-
fort (p. 583). This self-selection can be accom-
plished using the activity described in the fol-
lowing section. The activity has the students 
prepare definitions for the difficult words be-
fore they are introduced to the rest of the 
class, and this “Preteaching can have positive 
effects on vocabulary learning and text com-
prehension” (Nation, 2008, p. 60). If the 
teacher is helping the student choose appro-
priate vocabulary, it is recommended to use 
authentic examples to avoid problems which 
occur by simply relying on intuition (Wollard, 
2000). For example, teachers may overesti-
mate how often a given word is used within a 
certain context.
tures whose individual words might be 
known, but the overall meaning is likely un-
known. To illustrate, the structure ʻon the go’ 
has a meaning which is difficult to ascertain 
from the individual words. Nation (2008) 
states “some multi-word units cannot be un-
derstood even though all the individual words 
that make them up are known” (p. 118). Fur-
thermore, students should be taught to notice 
the word combinations within the input to 
which they are exposed. This will improve 
their ability to use these words productively. 
Wollard (2000) explains that “learning more 
vocabulary is not just learning new words, it 
is often learning familiar words in new com-
binations” (p. 31).
Repetition
　Expecting language learners to acquire 
knowledge of a new vocabulary item after one 
exposure is not practical. Nation (2008) be-
lieves “We need to see the learning of any 
particular word as being a cumulative process 
where knowledge is built up over a series of 
varied meetings with the word” (p. 97). Class-
room activities should recycle previously 
taught items and/or create opportunities for 
this vocabulary to be used again (Antle, 
2018).
Use
　As part of repetition, learners should be en-
couraged to use the words productively (Antle, 
2018). Classroom activities which require stu-
dents to use the targeted item within spoken 
discourse are especially effective. Incorporat-
ing collocational awareness can aid in this 
process because “From a speaking and writ-
ing viewpoint, knowing multi-word units al-
lows us to say and write things like a native 
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locations are often not difficult words, but 
very frequent ones. Accordingly, vocabulary 
learning per se should not be taken as re-
membering as many difficult words as possi-
ble, but rather learning how to combine the 
more frequent ones” (p. 102). Common collo-
cates for both known and unknown words can 
be found using the following website:
http://phrasesinenglish.org/explore.html
Idioms
　Many English language textbooks contain 
lists of ʻuseful’ idioms. However, if these lists 
were not compiled using frequency as the 
main criterion, they are of dubious value. Liu 
(2003) states “Most teaching and reference 
materials on English idioms are primarily in-
tuition based. As such, they often include sel-
dom-used idioms and incorrect descriptions of 
the meaning and use of some idioms, hence 
limiting their usefulness to ESOL students” 
(p. 671). Consequently, Liu compiled a list of 
the most common idioms in spoken English. 
These idioms include phrasal verbs and three 
additional categories of idioms: pure (nonlit-
eral), semiliteral, and literal. Similar to the 
words on the NGSL, these idioms should be 
deemed essential and taught/acquired as soon 
as possible.
Interesting for the learner / easy to 
learn
　In addition to frequency, it is important to 
consider the learners’ interests. Liu (2003) be-
lieves “L2 professionals cannot ignore the im-
portance of teaching—even to low-level stu-
dents—some of the items that fail to make 
the list because pure frequency often leaves 
out some important and useful items in lexi-
Frequent
　Frequency is not the only criterion for tar-
geting vocabulary items, but it perhaps the 
most tangible. Frequency can be considered 
from the perspective of individual words, col-
locations and idioms. 
Individual words
　The New General Service List (NGSL) is 
comprised of 2818 lemmas (similar to head-
words) which offer more than 92% coverage of 
general English (Browne, Culligan & Phil-
lips,  2013). The NGSL-Spoken contains 721 
lemmas and offers 90% coverage of unscripted 
spoken English. The words on these lists 
should be acquired as soon as possible as they 
are the foundation for further language learn-
ing.
Collocations
　Collocations are multi-word units which na-
tive speakers store as individual items in 
their mental lexicon. Lewis (2008) states 
“Collocation is the readily observable phenom-
enon whereby certain words co-occur in natu-
ral text with greater than random frequency” 
(p. 8). The advantage of learning these combi-
nations of words is that “Collocation allows us 
to think more quickly and communicate more 
efficiently” (Hill, 2009, p. 54). When learning 
a new word, it is important to also note the 
company the word keeps (the words with 
which it is used). This knowledge will aid the 
language learner when they wish to make 
productive use of the given word. Further-
more, receptive knowledge of a vocabulary 
item is not enough. It is important to acquire 
the most frequent collocates for the most fre-




　For this exercise, I have used the Lonely 
Planet City Guide videos found on Youtube 
though it can be adapted for almost any form 
of input. The students choose a video and pre-
pare a worksheet for their classmates. In ad-
dition to the vocabulary task, they prepare a 
warm-up question, comprehension questions 
and a post-video discussion question. As part 
of the task, they must submit an initial list of 
vocabulary items to me before they finalize 
their worksheet. They are encouraged to 
choose words and collocations which are use-
ful for the future, contain known words, and 
are of interest to them. I also include the stip-
ulation that at least half of their vocabulary 
items must be multi-word units. I will then 
reject any low-frequency items which are also 
not crucial for comprehension of the video. 
The students then prepare a matching exer-
cise with English definitions for the words 
and collocations. I then compile all these vo-
cabulary structures from all the students and 
assess their productive and receptive ability 
at the end of the term. This activity includes 
chunking, familiar words, repetition, self-se-
lection and interest for the learner.
Word cards/notebooks
　Have students create word cards for un-
known or partially known words from the 
NGSL. Students should focus on their depth 
of knowledge of the vocabulary words by in-
cluding information about a word’s pronuncia-
tion, meaning, form, family, common collo-
cates and use. Classmates can quiz each other 
by exchanging cards, and students can review 
these words as often as needed. This activity 
cal lists” (p. 676). Nation (2013) concurs by 
stating “Learners should use word frequency 
and personal need to determine what vocabu-
lary should be learned” (p. 584). He further 
explains that personal need and interest are 
more important criteria than frequency. Simi-
larly, Nation encourages learners to acquire 
words which are easy to learn “Sometimes a 
new word will be easy to learn because it con-
tains word parts that the learner already 
knows. If the learning burden is light, then 
for only a little effort a new word can be 
learned” (p. 40). He explains that certain 
words might require less effort because of fac-
tors such as the word parts, if it is a loan 
word, if it is easy to spell/pronounce, and/or if 
it was memorable when first encountered. 
This criterion overlaps with self-selection as 
students should be encouraged to target these 
types of words in the input they receive.
Act iv i t ies which incorporate these 
principles and criteria
　The following activities will be briefly ex-
plained. I have successfully used each activity 
in university English classes for students at a 
high-elementary level and above.
Retell a listening or reading text
　Prepare a listening or reading text which is 
level appropriate. After initially reading the 
text, the students write down any words or 
collocations they would like to acquire. The 
students then retell the story using these 
structures as a guide. Longer texts can be 
broken down into shorter sections. For longer 
or more challenging texts, students can 
choose the vocabulary items and practice 
their retells as homework to save class time. 
This activity involves chunking, repetition, 
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Gyllstad (Eds.), Researching Collocations in 
Another Language (pp. 99–113). New York: 
Palgrave Macmillan.
Lewis, M. (2002). The Lexical Approach: The 
State of ELT and a Way Forward. London: 
Thomson Heinle.
Lewis, M. (2008). Implementing the Lexical 
Approach: Putting Theory into Practice. 
London: Heinle, Cengage Learning.
Liu, D. (2003). The most frequently used spo-
ken American English idioms: A corpus 
analysis and its implications. TESOL 
Quarterly, 37(4), 671-700.
Nation, P. (2008). Teaching Vocabulary: Strat-
egies and Techniques. London: Heinle, Cen-
gage Learning.
Nation, P. (2013). Learning Vocabulary in An-
other Language. Cambridge: Cambridge 
University Press.
Wollard, G. (2000). Collocation – encouraging 
learner independence. In M. Lewis (Ed.), 
Teaching Collocation: Further Develop-
ments in the Lexical Approach (pp. 28–46). 
Hove, England: Language Teaching Publi-
cations.
mainly focuses on word frequency and repeti-
tion.
Explicitly teaching idioms 
Idioms can be problematic for learners, so I 
feel the best method for dealing with these 
structures is to provide lists which include a 
definition, a translation, and an example sen-
tence. I use the idioms from Liu’s (2003) list 
starting with the most frequent and system-
atically work my way through the entire list. 
Students can create a similar example sen-
tence on their own, and knowledge of these 
idioms can be assessed periodically. This ac-
tivity incorporates frequency.
　Selecting appropriate vocabulary is a cru-
cial aspect of language learning. The amount 
of time available for classes and individual 
study is limited, and it is therefore important 
to use this time efficiently by incorporating 
the concepts and criteria described above and 
by using activities which effectively aid in vo-
cabulary retention.
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Higher Education Reform and Organizational 
Learning:
A Review of Four Studies in the Field of OL 
and their Practical Applications
　In 2003, the Japanese Ministry of Educa-
tion announced plans for nation-wide reform 
in higher education (Ministry, 2003). One of 
the primary objectives of the reform was the 
development of a workforce that can commu-
nicate effectively in English in international 
settings (Ministry, 2003). As a result of the 
top-down reforms, several universities created 
English Medium of Instruction (EMI) pro-
grams (Taguchi & Naganuma, 2006). Just 
over a decade later, the government initiated 
a project to further encourage the process of 
internationalizing Japanese higher education. 
Soka University was one of the universities 
selected to participate in the Top Global Uni-
versity Project of 2014-2023. One of the goals 
of the project is to increase the number of 
EMI degree programs (Ministry, 2013). Per-
haps connected to the participation of Soka 
University in the Top Global University Pro-
ject, leaders in this institution have imple-
mented Action Learning to, amongst other 
things, help facilitate the development of EMI 
programs. 
　Not to be confused with Active Learning, a 
program implemented by the university pri-
marily to encourage more communicative 
learning among students, Action Learning is 
a formally-structured facilitation method for 
Organizational Learning (OL) (Revans, 
2017). It is used primarily in business set-
tings but has occasionally been applied in 
higher education, including at Soka Universi-
ty. It consists of a process by which individu-
als, teams, and organizations develop and ap-
ply strategies for problem-solving (Revans, 
2017). More specifically, Action Learning in-
volves the process of the statement of a prob-
lem as experienced by an individual in the 
workplace and the focused questioning of that 
individual by team members in order to glean 
a better understanding of the problem. Once 
the root of the problem has been uncovered, 
team members formulate solutions with the 
Jennifer Yphantides
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ies defined OL as a means to an end: the 
function of OL is to improve organizational 
performance by collectively generating and 
processing new knowledge and then changing 
cognitive frames and behaviors of employees 
based on the new knowledge. For example, 
Chiva, Ghauri and Alegre (2014) defined OL 
as a process through which organizational 
members change their mental rules frame-
works and allow freshly generated knowledge 
to provide them with a new way of seeing. 
Schlagwein and Bjorn-Andersen (2014) take 
the definition further by adding that there 
are several steps to OL including intuiting, 
interpreting, integrating, and institutionaliz-
ing. Finally, Skerlavaj, Su and Huang (2013) 
state that OL is becoming more globally-ori-
ented due to the internationalization of or-
ganizations. Despite the additions made to 
the definitions, the key trend overall is to see 
OL as a way of maintaining effectiveness to 
the organizational mission and competitive-
ness through gradual change based on the ac-
cumulation of new knowledge. 
　As seen above in the definitions of OL, it is 
a process of the collective generation of new 
knowledge that drives innovation and change. 
In university settings, there is a tendency for 
staff to work as individuals rather than as 
teams. When there is collaboration, it usually 
exists between a small group of teachers and 
little of it results in organization change be-
cause research is not usually focused on insti-
tutional innovation per se. Those working in 
higher education, apart from administrators, 
tend not to see themselves as part of an in-
creasingly competitive, business-oriented en-
terprise and they need not identify as such. 
However, using Action Learning as a mode of 
collective problem solving is being encouraged 
help of an observer whose role is the manage-
ment of the problem-solving process. The fo-
cus of this paper will be to explore some of the 
theoretical underpinnings of Action Learning, 
which lie in the field of OL, some current ap-
plications of OL in business settings, and 
some potential practical applications to an 
EMI program at Soka University.
Current Studies in OL
　Action Learning can be considered a practi-
cal driving force underpinned by the more 
theoretical field of OL (Pounder, 2009). OL is 
dedicated to the exploration of how organiza-
tions work collaboratively rather than as a 
collection of individuals to solve pressing 
problems. As such, the first portion of this pa-
per will be dedicated to surveying the trends 
in four key studies in the field of OL. The 
studies were selected for review because they 
represent the usage of classic OL theory ap-
plied to current workplaces. The studies focus 
on several important areas in the field of OL 
including how OL is presently being defined, 
what practices are used to measure OL, and 
what connections have been drawn between 
OL and workplace innovation. Newer, addi-
tional trends will also be examined including 
the importance of bolstering IT capabilities 
for OL, and examining the role of culture in 
processing and utilizing new information in 
innovative ways. Woven into the trends will 
be implications for practice. Below is a chart 
that summarizes details of each of the re-
viewed articles. 
OL Trends in the Four Current Studies and 
Potential Application at Soka
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Alegre & Chiva, 2008; Mole-
ro, 1998
(Linking OL, innovation and 
internationalization)
Crossan et al (1999) based on 
the work of Daft & Weick, 
1984; March, 1991; Nonaka 
& Takeuchi, 1995





Tactics: Case study of Wikipedia 
with descriptive statistics used to 
chart evolutionary patterns of OL.
Country: Spain
Industry: Clothing
Tactics: Qualitative case study 
linking OL, innovation and interna-
tionalization, develops two models 
to map connections.
Countries: Japan and then global
Industry: Children’s Toy Manufac-
turing (LEGO)
Tactics: Longitudinal, revelatory 
case study of LEGO’s crowd-sourc-
ing initiative to enhance OL and 
innovation. Analysis from study 
used to develop a framework called 
“ambient OL” which provides a 
model for integrating crowd-sourc-
ing with traditional methods of OL 
to bolster OL and innovation.
Countries: Slovenia, Croatia, Mace-
donia, Turkey, Spain, Malaysia, 
South Korea
Industry: Spans a variety of indus-
tries in 1333 companies
Tactics: Using Hofstede’s theory on 
national culture and how it affects 
organizational behavior, this study 
aims to develop and test a multi-lev-
el model to illustrate how culture 
influences OL. 
Insights: Crowd-sourced knowledge 
may be better than a small group of 
experts
Innovation: Do not necessarily need 
high turnover to ensure exploration.
Relevance: There is an HR tendency 
to rely only on experts. Worth reas-
sessing this assumption and branch-
ing out to crowd-based knowledge.
Insights: OL, innovation and inter-
nationalization linked in a holistic, 
circular way rather than a mechanic, 
linear way
Innovation: Companies can inno-
vate through adaptability (concentra-
tion, discussion, improvement) and 
transcendence (attention, dialogue, 
inquiry)
Relevance: Need to shift from 
seeing OL as a straight line to 
innovation and internationalization. 
Need to view elements in a holistic, 
interdependent way.
Insights: Crowdsourcing can be 
used not only by start-up companies 
with no R&D funding but also by 
major enterprises.
Innovation Connection: Product 
users are an untapped resource that 
can be garnered to enhance innova-
tion.
Relevance: Companies and oth-
er organizations should consider 
bostering IT capabilities in order 
to harness the power of collective 
knowledge through crowd-sourcing.
Insights: Cultural dimensions have 
an influence on OL.
Innovation: Need to take advantage 
of positive influences of power dis-
tance and mitigate the negative influ-
ences of individualism, uncertainty 
avoidance in order to bridge the gap 
between information interpretation, 
behavioral change and innovation.
Relevance: Draws attention to how 
culture affects information acqui-
sition, interpretation and resultant 
behavioral change. Provides support 
for idea that culture needs to be 
included in any theoretical models 
of OL. 
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some of these practices that encourage the ob-
servation of OL as it unfolds and then, subse-
quently, how it is implemented for the benefit 
of all stakeholders. For example, groups of 
teachers could use Action Learning tech-
niques to help uncover the roots of problems 
in their practice, conduct research to provide 
themselves with evidence-based solutions to 
the problems, and then be encouraged to re-
flect as a group on the implementation of the 
solutions.
　A third trend that can be observed across 
the four articles is the way in which OL is 
consistently linked with innovation. Of 
course, in the definitions used by the article 
authors for OL, its link to innovation is ex-
plicit in that OL leads to improvement and 
change or innovation. However, Aaltonen and 
Kallinikos (2013) and Chivas et al (2014) both 
problematize the notion that there is a linear 
connection between OL and innovation as 
several scholars had previously assumed. 
Breaking with this idea, authors of both stud-
ies suggest a more holistic, circular relation-
ship between OL and innovation. Schlagwein 
and Bjorn-Andersen (2014) and Skerlavaj et 
al (2013) also problematize this linear rela-
tionship by looking at how culture can affect 
how new knowledge is processed. Unless the 
new knowledge gleaned through OL is pro-
cessed and put to use by changing employees’ 
and other stakeholders’ cognitive frames and 
behaviors, it is not valuable to the organiza-
tion in terms of innovation.
　This trend in the literature to identify the 
process of OL as a non-linear one that needs 
to be explicitly connected to innovation is par-
ticularly applicable to university settings. It 
seems to be an assumption of Action Learn-
ing practitioners that the problem-solving 
by the university and can provide an opportu-
nity for teachers to collectively examine their 
assumptions through research and the gener-
ation of new knowledge. A concerted effort in 
this area could allow for organizational 
change to occur based on research findings. 
This constant process of renewal based on OL 
principles can be viewed both as research and 
as a service to the students, the largest group 
of stakeholders in the university. In many 
university settings, research and service to 
students is considered separate. However, us-
ing Action Learning to facilitate OL could 
bridge the gap between research and service.
　In addition to the trend of defining OL as a 
means to organizational improvement, a sec-
ond trend can be observed across the four 
studies in the way OL is observed and meas-
ured. All the studies used thick description to 
explain in detail how OL occurs in the work-
place and how the results of OL are imple-
mented. For example, both Aaltonen and 
Kallinikos (2013) and Skerlavaj et al (2013) 
focus on developing detailed accounts explain-
ing the rise of Wikipedia and of the effects of 
local culture on OL respectively. Similarly, 
Chiva et al (2014) and Schlagwein and Bjorn-
Andersen (2014) used thick description to pro-
vide a full account of OL in different settings. 
For example, Chiva et al (2014) interviewed 
personnel at Marie Claire and Mango in 
Spain, linking their OL knowledge to adapta-
tion and transcendence while Schlagwein and 
Bjorn-Andersen (2014) conducted interviews 
with internal and external stakeholders to 
determine exactly how consultation with 
stakeholders could contribute to OL and to 
new knowledge for changing and improving 
business practices. 
　Perhaps university settings could adopt 
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formance or their teachers’ performance in 
the programs. Perhaps as part of an effort to 
improve innovation at the university, students 
should regularly be consulted about their ex-
periences in the programs, both quantitative-
ly and qualitatively, and the results used to 
generate innovation.
　A fifth interesting trend observed in the lit-
erature reviewed is the focus on the global 
nature of the organizational changes occuring 
and the importance of considering the impact 
of culture on OL. For example, Aaltonen and 
Kallinikos (2013) article on Wikipedia has a 
consistent focus on the benefits of harnessing 
the power of global cultural knowledge from a 
diverse base of contributors. Skerlavaj et al 
(2013) also examine culture and warn that it 
is important to take into consideration the 
impact that different cultural phenomena 
have on the process of transforming new 
knowledge into new cognitive frames and be-
haviors. 
　These ideas are particularly important to 
bear in mind when examining the role of 
English language education in Japan and 
how EMI programs can change the local cul-
ture. In her study on the history of English 
language education in Japan, Fujimoto-Ad-
amson (2006) reviews the connections be-
tween global economic, social, and political 
forces that shape the study of English in this 
context. Of course, the Top Global University 
Project is but a recent manifestation of the 
ways in which global trends are shaping edu-
cation in Japan. Keeping these facts in mind, 
it is important for teachers to remain cogni-
zant of the fact that the EMI programs in 
which we work have the potential to generate 
enormous social change. In addition to asking 
questions or solving problems in order better 
process is relatively linear. However, accord-
ing to the literature, this is not the case. 
What is likely needed in university settings 
like Soka is similar to what has been re-
quired in business settings. The literature 
demostrates that there needs to be a constant, 
cyclical effort to state and solve problems 
through research and a means to evaluate 
such efforts in terms of the quality of innova-
tion produced and the value experienced by 
stakeholders, in the case of universities, the 
students, practitioners, and the organization 
as a whole. 
　A fourth trend in the literature is a focus 
on the importance of IT in the OL process. 
While the case of Wikipedia described in de-
tail in the Aaltonen and Kallinikos (2013) ar-
ticle presents a situation of OL strictly based 
on IT, the use of IT to enhance OL in the 
Lego Company (Schlagwein & Bjorn-Anders-
en, 2014) is less obvious. Until Lego began 
successfully harnessing crowd-sourcing to en-
hance OL and, as a result, developed more in-
novative products in a shorter space of time, 
the use of IT was not considered essential in 
OL. 
　Although it is not a common practice in 
higher education, a kind of crowd-sourcing 
could also be used as a source of innovation in 
EMI programs. For example, it is not custom-
ary for the primary stakeholders, the stu-
dents, to be consulted when EMI programs 
are developed and revised. However, there is 
a significant amount of power that can be 
harnessed in this way and applied to the over-
all learning of the organization as a whole. 
Students at the university are solicited for 
feedback but the questions asked of students 
are not usually focused on the quality of the 
programs as a whole but rather on their per-
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EMI programs are experiencing a rebirth in 
Japan (Fujimoto-Adamson & Adamson, 
2018), there are many key issues that need to 
be addressed in order to scaffold student suc-
cess in this kind of educational environment. 
We have built our programs on some basic as-
sumptions that now appear to be facts. For 
example, we assume that students should be 
ready for EMI classes after a short time in 
EAP courses and that we can assess their 
readiness by using standardized tests like the 
TOEFL. We rarely question these assump-
tions and how we might envision continuous 
support of students’ language learning needs 
or more holistic, internal methods of assess-
ment that are custom-suited to the unique 
context of EMI in Japan.
　In order to provide optimum support for 
students, teachers need time to regularly re-
view and test their assumptions. This is the 
focus of the Action Learning program that 
the university has adopted. However, meet-
ings between teachers still tend to have an 
administrative focus and little time is spent 
on curricular discussion or the theoretical 
frames on which our programs are construct-
ed. In order for OL to occur, teachers need to 
be in contact with each other on a more regu-
lar basis. Additionally, in order to apply the 
concepts and principles of Action Learning to 
educational reform, opportunities and guid-
ance need to be provided to teachers although 
teachers should be able to adapt the principles 
and practices of Action Learning to suit their 
needs and their department context because 
Action Learning can be interpreted by some 
as rather perscriptive. 
　The second concept that is helpful to set the 
stage for OL which could lead to more innova-
tion is understanding that the sum total of 
serve students, to is important to constantly 
examine the bigger national or global picture. 
What roles are we playing in the internation-
alization of Japanese universities? In what di-
rection should programs go? How can we har-
ness the collective power of the various 
cultural backgrounds of the students, the 
teachers, and the organizational culture as a 
whole in order to better develop our EMI pro-
grams? These fundamental questions need to 
be addressed constantly as part of OL.
Further Practical Applications of OL and 
Action Learning at Soka University
　In the previous section, four current studies 
in OL were reviewed and trends in the litera-
ture were identified. Potential applications of 
the trends in the higher education context 
were then explored. In this section, ways to 
set the stage for OL will be explored. This 
stage setting consists of three parts; under-
standing the sources and dangers of “group-
think”, differentiating between individual 
learning and organizational learning, and 
fostering a more open system. Once the stage 
has been set for OL to take place, the need to 
put structures in place for OL to occur will be 
discussed. Finally, the notion that OL needs 
to be actively transformed into innovative ide-
as in order to allow for meaningful organiza-
tional change will be further explored.
　OL can be one way to foster workplace in-
novation but the stage needs to be set both in 
order for learning to take place and for learn-
ing to be applied in practice. The first helpful 
concept from the literature is the notion that 
there is danger in “groupthink”, that everyone 
can be wrong, and that, as a result of this in-
ertia and unawareness, no new ideas have a 
chance to develop (Mirvis, 2000). Although 
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ment and assessment. Curriculum should not 
be developed in a vacuum but rather as a 
group effort, facilitated by the strategies and 
principles of Action Learning. A second prob-
lem of importance that could to be addressed 
using Action Learning techinques is assess-
ment since students report noticing inconsist-
encies in how they are evaluated. 
　The foci of this paper have been to root the 
university-adopted Action Learning program 
in the broader field of OL, to explore trends in 
the current OL literature and how these 
trends might be applied to the higher educa-
tion context, and to explore ways in which the 
stage for OL can be set and how OL can be 
implemented in practice at Soka and other 
similar institutions. Teachers tend to avoid 
conceptualizing the higher education environ-
ment as a business-oriented enterprise and 
with good reason. However, this does not nec-
essarily mean that concepts of OL from the 
business world cannot be successfully applied 
to the higher education context. Additionally, 
the processes of OL need to be focused on fu-
ture innovation, an important ingredient 
when developing new programs at university. 
The shift towards EMI that has been encour-
aged by the Top Global University Project re-
quires an institutional push towards OL and 
the transformation of OL into program inno-
vation that can help propel Japanese universi-
ties into leading global institutions.
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子どもの接触体験と学習効果
Childʼs contact experience and learning effect
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　S 大学看護学部 2 年春学期科目である「小児
看護学概論」（全15回）を履修した79名に対し
第15回目の最終講義日（2017年 7 月）、および
同大学 3 年秋学期科目である ｢小児看護学実習







































































3 回目：小児の成長と発達（ 1 ）基本的知識


























IBM SPSS Statistics Bace.Ver.22を用い、属性
は記述統計を行い、子どもの接触体験や小児看
護への関心について平均値と標準偏差を得た
後、Mann － Whitey の U 検定を行った。なお






3 点、「そのとおり」を 2 点、「少しそのとおり」






















2 ）「小児看護学実習」履修者の属性（表 1 - 2 ）
　性別について、男性 8 名（10.7%）、女性67名
（89.3%）、きょうだいの数は「小児看護学概論」
履修者と同様に、 2 人以上が88.4% であった。
2 ．子どもとの接触体験について
　「小児看護学概論」履修者（表 2 - 1 ）
　「小児看護学実習」履修者（表 2 - 2 ）
　「赤ちゃんや子どもに触れ合ったことがある
か」について、「小児看護学概論」および「小




　「小児看護学概論」履修者（表 3 - 1 ）






































第 1子 41 54.7
第 2 子 18 24.0
第 3 子 11 14.7
第 4 子以上 5 6.7
きょうだいの数 人 ％
ひとりっ子 10 13.3
2 人 28 37.3
3 人 27 36.0
4 人以上 10 13.3





第 1子 34 45.3
第 2 子 25 33.3
第 3 子 15 20.0
第 4 子以上 1 1.3
きょうだいの数 人 ％
ひとりっ子 9 12.0
2 人 28 37.3
3 人 30 40.4


















　「小児看護学概論履修者（表 4 - 1 ）





について、「非 常 にある」、「少 しある」および
「どのようなイメージを持っているか」につい























































































































27.1（25.9）　＜ SD ＝7.9（7.9） ＞




















10.7（10.3）　＜ SD ＝6.4（5.5） ＞
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　このように接触体験に差があるが、「子ども









イメージとなっていた（野 村 , 河 上2007）。子










































































べている（宮谷 , 大見 , 宮城島 .2013）。子ども
との接触体験が少ない学生にとって、子どもと
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　⑴　原稿の体裁については、A 4判、上下左右に25㎜のマージン、 1行45文字、 1ページ40行と
137投稿・執筆要項
いうフォーマットで作成すること。なお、本誌の 1ページは24字×40行× 2段（ 1段960字）
の1920字である。図は 1つにつき、半ページから 1ページ程度のスペースを必要とするので、
適宜本文の字数を減らすこと。
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